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Summary

This report presents findings from an evaluation of two University of Bath Widening Access
programmes delivered in 2023/24 for Year 12 students. It forms part of ten research projects
listed in Bath’s Access and Participation Plan, designed to provide deeper understanding of
systemic barriers to equality of opportunity that disadvantaged students may face. For more
details see Appendix A.

The evaluation explored the effectiveness of a Year 12 single-intervention residential summer
school (Discover) and a Year 12 multi-intervention programme (Pathway). Each was assessed
independently in relation to supporting students’ Higher Education (HE) knowledge, HE
expectations, academic self-efficacy, sense of belonging, and applications to Undergraduate
programmes at Bath.

A pre-post survey design, using the Transforming Access and Student Outcomes (TASO) Access
and Success Questionnaire, was implemented, alongside admission and participant
engagement analysis. In total 1,079 students participated across the two programmes, with
1,436 surveys responses collated.

Key findings

e Both programmes improved students’ HE knowledge, academic self-efficacy, and sense
of belonging.

e Minimal change in HE expectations was found, potentially reflecting a high baseline of
motivation found in those attending.

e Academic content combined with guidance and experiential learning emerged as a strong
driver of HE application behaviour.

e Undergraduate application rates to the University of Bath were significantly higher among
programme participants compared with similar non-participants (those who applied for
the programme but did not participate). Discover attendees applied at higher rates overall
(61%) but Pathway project completers achieve the highest application rate (75%),
suggesting depth of engagement is as important as programme length.

Considerations

e Anonymous survey responses could not be matched pre- and post- programme, limiting
causal attribution. In addition, two constructs were not implemented fully, inhibiting
programme comparability.

e Self-selection bias and concurrent participation in widening access activities could not be
controlled for and may have influenced results.

Introduction

Universities offer a variety of initiatives aimed at widening participation in Higher Education
(HE). The length and intensity of engagement can vary by activity, ranging from light touch
assemblies to a sustained programme over months or years, with multiple components.

The University of Bath is committed to widening access and ensuring that students from diverse
backgrounds can benefit from attending such an institution. Disparities and persistent
inequalities in access and educational outcomes are evident across socio-economic and



demographic groups (Crenna-Jennings, 2018). Therefore, the University has developed a range
of widening access programmes designed to engage with prospective post-16 student groups.

This report details an evaluation of the Discover Bath and Pathway to Bath programmes. Broadly
speaking, these programmes have similar outcome measures with key differences in length and
depth of engagement. Both programmes aim to positively impact students’ HE knowledge, HE
expectations, academic self-efficacy, and sense of belonging. These outcomes are intended to
support applications to University of Bath Undergraduate programmes.

Overview of Discover Bath (Discover) and Pathway to Bath (Pathway)

Discover is a short-term engagement intervention, providing a 3-day residential summer school
for Year 12 students. This on-campus academic enrichment experience immerses students
within campus life, providing academic content alongside information, advice, and guidance
(IAG) led content. Upon completion, participants may be eligible for a University of Bath
guaranteed offer.

Discover’s format has been in place since 2018/19, with a varied delivery method in 2019/20
due to the COVID-19 pandemic. On average, 370 students are welcomed on campus and
spaces are advertised based on subject areas. For the 2023/24 academic year the programme
was split into three residentials: (1) Faculty of Engineering and Design, (2) Faculty of Science,
and (3) Faculty of Humanities, Social Science and School of Management. The subject content
differed for each subject stream, but core IAG and enrichment activities were scheduled to be
the same.

Pathway runs for six to eight months, comprising of multiple components for Year 12 students.
With a blended learning approach, students take part in an online academic enrichment
programme, IAG webinars, and a residential that balances academic enrichment and student
life. As part of the academic content, students are encouraged to complete a project that aligns
with their subject area to support academic skills development. Those who complete a project
are invited to attend the residential, and those who gain a grade C or above may be eligible for a
University of Bath guaranteed offer.

Over time, this programme has expanded from 48 students enrolling in 2019/20 to 710 enrolling
in 2023/24. As such, the programme has continued to develop subject streams, with 16
delivered in 2023/24 for the online content. For 2023/24 one residential experience was
advertised.

Overview of existing evidence

This literature review addresses areas that correspond with the evaluation’s research aims: (1)
impact of widening access programmes, including application rates, (2) review of short- and
long-term engagement programmes, and (3) evidence on specific programme components.

1) Impact of Widening Access Programmes

Outcome measures for university access programmes can be classified as “hard” (e.g.
university applications, offers, enrolments) or “soft/intermediate” outcomes (e.g. HE
knowledge, HE expectations, belonging and academic self-efficacy) (Ni Chorcora et al., 2023).
Both types of measures are important in assessing programme effectiveness, with intermediate
outcomes acting as a precursor to application and enrolment behaviours. Similar outcomes
measures may be defined within any given widening access initiative, regardless of length and
intensity of programme.



1a) Intermediate outcomes

Intermediate outcomes reflect the cognitive, motivational, and identity-based changes that
enable students to access HE. Four domains are central within University of Bath Widening
Access programmes:

e HEknowledge

e HE expectations

e Academic self-efficacy

e Sense of belonging
Guidance-based interventions support HE knowledge and expectations, by focusing on bridging
gaps in knowledge. Both parental and students’ knowledge of HE can significantly influence
decision making, with limited understanding of HE potentially creating barriers to access
(Davies et al., 2014).

Students’ understanding of pathways, finance and institutions, and their confidence in
navigating transitions, are influenced by various social, economic, and cultural factors (Bowes
et al., 2015). Bourdieu’s concept of cultural capital illustrates how disadvantaged students may
encounter structural barriers that limit access to resources and networks to support HE
awareness (Sullivan, 2001). Students from lower socio-economic groups often rely on informal
“hot” information from social networks (Archer et al., 2007). This may constrain informed
decision-making, underscoring the importance of targeted IAG interventions (Diamond et al.,
2014). Building HE foundations may also equip students with the tools to develop confidence in
their own academic abilities.

Belief in one’s ability to plan and execute skills necessary to produce certain behaviours
(Bandura, 1997) and one’s perception of themselves as formed through experiences within their
environment (Shavelson et al., 1976) are strong predictors of attainment and HE entry (Hansen
& Henderson, 2019; Henderson et al., 2017; Richardson et al., 2012). Those who perceive
themselves as academically competent may obtain higher grades due to their higher self-
concept and more autonomous motivation in school (Marsh & Martin, 2011).

Interventions that include mentoring, subject-specific teaching and skills workshops can raise
self-efficacy, motivation, and confidence (Bowes, 2023; White et al., 2007), particularly when
personalised and designed to build academic capital (Lawson et al., 2024; Moogan, 2011). A
stronger sense of efficacy, in turn, can enhance how students perceive themselves within HE
environments.

A sense of belonging can refer to a student’s feeling of being accepted, supported by, and
connected within the academic community (Goodenow, 1993). However, as a plural concept, it
can also encompass notions of connection with peers, sense of academic and social fit within
an institution (Lotwoski et al., 2004; Thomas, 2012; Wilcox et al., 2005). To form the foundations
of belonging, students may require connection, inclusion, support, and autonomy (Blake et al.,
2022) and can be defined at any moment due to their academic engagement, social
engagement, surroundings, and personal space (Ahn & Davies, 2020).

Sense of belonging is widely regarded as a key but hard-to-measure asset in HE progression
(Robertson et al., 2019), with the concept being multi-level and multi-relational which is highly
subjective, changes with time, and varies across student groups (Cureton & Gravestock, 2019;
Mountford-Zimdars et al., 2015; Thomas et al., 2017). Even with knowledge and confidence,
student may remain hesitant to apply if they perceive HE as unwelcoming or “not for people like
them” (Reay et al., 2001; Theile et al., 2017). During access and transition phases, students can



develop their sense of belonging and be reassured that they will be able to make the necessary
social connections and feel valued as a member of the institution’s learning community
(Humphrey & Lowe 2017; Matheson, 2018). Exposure to university settings and engagement
with relatable role models, such as student ambassadors, can counter these perceptions and
support progression (Gladstone & Cimpian, 2021; Sanders & Higham, 2012; Ylonen, 2010).

Taken together, these outcomes illustrate how widening access programmes support students
not only by addressing informational barriers but also fostering the confidence and sense of
belonging required to see HE as both attainable and desirable.

1b) University application outcomes

“Hard” outcomes, particularly university application and enrolment rates, remain the most
tangible measure of impact. Meta-analyses and reviews indicate mixed effects on application
rates. For example, Gorard et al. (2012) found little evidence that aspirations influence
university participation, while Burgess et al. (2021) reported multi-component programmes,
including summer schools and masterclasses, were predictive of HE acceptance. Nonetheless,
causal evidence remains limited, with some evaluations finding negligible effects on actual
applications despite positive shifts in attitudes (Robinson & Salvestrini, 2020; TASO, 2023).

2) Short and long-term programmes

The intensity and duration of outreach may be a distinguishing factor that influences outcome
measures. Research on single or short programmes have shown some positive effects,
including summer schools (Hatt et al., 2009) and light-touch IAG engagements (Sanders et al.,
2018). However, there are difficulties in collecting tracking data for low-intensity activities when
interactions are so brief. As a result, monitoring and evaluation tend to be more feasible, and
therefore more heavily emphasised, within longer engagement programmes where sustained
contact justifies additional resource and effort.

Multi-intervention and longitudinal programmes provide sustained opportunities for students to
build knowledge, skills, and mentoring relationships (Younger et al., 2019), with evidence
suggesting they are more effective than one-off or single interventions (Herbaut & Geven, 2020).
Robinson and Salvestrini (2020) highlight that mentoring and repeated engagement amplify
impacts on knowledge and confidence, while Martin (2024) finds associations between multi-
year outreach and improved progression outcomes. Nevertheless, gaps remain in isolating
which programme elements drive success, and in understanding the long-term persistence of
effects beyond immediate application cycles.

3) Programme components

Few evaluations have disentangled the specific components of multi-intervention programmes.
These interventions operate in a complex social environment, where programme attribution is
difficult, as isolating social, cultural, and political factors is not always possible. This is
alongside students’ exposure to other similar interventions that is not always apparent. In
supporting HE knowledge, mentoring and counselling programmes have been proven effective
(O’Sullivan et al., 2017). Sustained, personalised IAG may bridge gaps in knowledge though HE
participation remains mixed (Gorard et al., 2012; Summers et al., 2024) and IAG may be more
effective when combined with other forms of support (McGuigan et al., 2016; Silva et al., 2016).

Summer schools are often linked to gains in confidence, knowledge, and sense of belonging
(Robinson & Salvestrini, 2020; TASO, 2023), though effects on applications and entry remain
uneven. In addition, Burgess et al. (2021), found that combinations of summer schools, campus



visits, IAG and masterclasses were most predictive of HE entry, with five- or six-component
models offering the optimal balance between input and impact.

Despite these promising findings, methodological limitations, such as the lack of comparison
groups and reliance on self-reported outcomes, limit some of the conclusions.

Methodology

Research questions
The analysis aims to address the following research questions:

1. What are the effects on student HE knowledge, HE expectations, sense of belonging, and
academic self-efficacy for those that complete a selected University of Bath Widening
Access Programme?

2. Does participating in a University of Bath Widening Access programme increase Bath’s

Undergraduate application rates among eligible applicants, compared to those who did

not attend?

Do outcome measures differ depending on the length/depth of the programme?

4. |sthere any correlation between key components on a multi-intervention programme and
students' rates of applying to University of Bath?

w

Discover and Pathway were chosen because the two programmes support the same student
cohorts, have similar outcome measures, some similar programme components but differ in
programme length and weight of academic content.

Participants

The samples are made up of all those students who met the criteria to participate in the
respective programme. Eligibility is deemed based on the following characteristics:

e Academically able to study at Bath in their chosen subject

e Eligibility for Free School Meals between 11-16 years old

e If applicant attended an independent school, this must have been for no more than two
academic years in the last four years of school/college

e Home postcode is within an area of high socio-economic disadvantage (Index of Multiple
Deprivation quintile 1 and 2)

e Care leaver
e Young carer
o Refugee, asylum seeker or have been granted humanitarian protection
e Estranged from parents/guardians
Surveys

Both programmes implemented an anonymous pre-post survey design for Year 12 students to
assess changes in the key variables over time: HE knowledge, HE expectations, sense of
belonging and academic self-efficacy, supporting Research Question 1 and 3.

A pre-survey was sent to all students intending to participate. The Discover survey was sent
electronically one week ahead of residential arrival and the Pathway pre-survey was given in the
first information session. For Discover, the post-survey was disseminated in a plenary session
via paper form. For Pathway, the post-survey was conducted online and shared at the end of the
programme.



The TASO Access and Success Questionnaire (ASQ) (TASO, 2024) was reviewed, and relevant
constructs were implemented. TASO (2024) conducted factor analysis to assess the validity of
the ASQ and ensure it measures distinct underlying attitudes and perceptions. The included
constructs and factor loadings are within Appendix B.

Due to the anonymous nature of the data collection, it was not possible to match individual
responses between the pre- and post-surveys. As a result, we were unable to exclude
responses from participants who may have only completed one of the two surveys.
Consequently, the pre- and post- survey datasets were treated as independent samples, with
each representing a distinct group of respondents. Given the non-parametric nature of the data,
Mann Whitney U-tests were used to compare pre- and post-survey response for each construct
within each programme, with separate tests conducted for each.

Applicant Analysis

All applicants to the 2023/24 Discover and Pathway were uploaded to the Higher Education
Access Tracker (HEAT). This was regardless of attending the programme. This gives the ability to
track applicants of University of Bath Widening Access programmes and identify successful
applications to HE. Due to the lag in longitudinal tracking, for this evaluation programme
applicants were matched to internal admissions datasets in July 2025 to understand the rate of
applications to University of Bath. Programme application records were matched to University
admissions data based on personal information from applicants.

Applicants offered a place on the Discover and Pathway programme were matched to see if
those that met the characteristic and academic criteria applied to University of Bath in the 2025
admissions cycle. All programme enrollers and non-enrollers were reviewed to see if there are
any differences in Undergraduate application rates for these groups to support Research
Question 2.

Engagement Analysis

Pathway initially provides an online course delivered by academic staff, where student choose
the subject to study and work towards completing an academic-style project. Those who
complete a project are invited to attend an optional 3-day residential experience.

A version of participant engagement analysis was employed to review the impact of these two
key components on Undergraduate application rates to the University of Bath, to support
Research Question 4. This aimed to answer the following questions:

1. Does completing a project increase students’ application rate to Bath?

2. Does attending the residential have an impact on students’ application rate to Bath?
Academic projects and residential were selected as they represent the core academic elements
of the programme and had sufficient engagement data for both elements. Additionally,
participation in the project is a prerequisite for entry into the residential, enabling us to assess
progression through the programme.

The analysis will be able to compare the following groups:

e Students who did not complete a project but were engaged in Pathway

e Students who completed a project but did not attend the residential

e Students who completed a project and attended the residential
Project completion and grades were collected, alongside residential attendance information. A
combination of these datasets allowed the investigation into how many students were engaged
with the programme at different points, what level of intervention they received and whether
they subsequently applied to University of Bath.



Ethics

A favourable ethics decision for this evaluation was received in December 2024 from the
University of Bath’s Social Science Research Ethics Committee.

Survey Analysis

The results are based on pre-programme and post-programme survey responses. Descriptive
statistics and Mann Whitney U-tests were conducted via Excel to examine the four
questionnaire constructs across the two programmes, with an online p value calculator to
determine this from the z scores. Full descriptive and statistical results are provided in
Appendix C.

a) Impact of programme attendance on students’ HE expectations

Students in both programmes began with high expectations about HE, and these did not change
significantly after attending. For Discover, the average score remained stable (4.71 before, 4.69
after), while Pathway showed a small increase (4.73 to 4.77). These shifts were not statistically
meaningful. This suggests that students already had strong expectations before joining, and
programme participation did not substantially alter these views.

b) Impact of programme attendance on students’ HE knowledge

This construct was not fully implemented for Discover, with only ltems 1 and 2 used in the pre-
and post- survey. This has resulted in lower overall averages from the factor loading. Both
programmes led to significant improvements in students’ knowledge about HE. Discover
participants showed a moderate increase (from 2.31 to 2.60), while Pathway participants
demonstrated an even larger gain (from 3.59 to 4.08). Statistical tests confirmed that these
changes were highly significant with moderate effect sizes, meaning that the programmes had a
real, meaningful impact. In practical terms, students finished with a better understanding of
how HE works, and the longer Pathway programme produced the stronger improvement.

c¢) Impact of programme attendance on students’ sense of belonging

Students in both programmes reported a stronger sense of belonging after participating.
Discover scores rose from 3.98 to 4.16, while Pathway increased from 3.99 to 4.19. These
changes were statistically significant, although the effect sizes were small. This indicates that
programme attendance helped students feel more connected and included.

d) Impact of programme attendance on students’ academic self-efficacy

This construct was not fully implemented for Discover, with only items 2 and 3 used in the pre-
and post-survey. Both programmes improved students’ confidence in their academic abilities.
Discover participants showed a modest increase (from 2.63 to 2.72), and Pathway participants
reported a slightly larger gain (from 4.01 to 4.16). These results were statistically significant with
small effect sizes. The findings suggest that participation supported students in feeling more
capable academically, with the longer Pathway programme having a marginally stronger impact.

Applicant Analysis

All students who applied to the Discover and Pathway programmes were provided an offer to
participate in the programme if they met the characteristic and academic criteria.



Students who attended Discover were more likely to apply to Bath than those who applied to the
programme but do not attend (+32pp). In 2023/24, Discover received 1188 applications. 529
offers were provided to participate, with 369 (70%) attending the residential programme (Figure
2). 225 of those who attended Discover applied to the University of Bath in the 2025 admissions
cycle, equating to 61%. In comparison, 30% (n = 160) of those that gained a programme offer
but did not attend applied to University of Bath in 2025.

Applied to programme 1188

Offered programme

Attended programme

Applied to Bath

Figure 2: Discover applicants to University of Bath admissions applicants, based on programme
attendance.

Students who attended Pathway were also more likely to apply to Bath than those who applied
to the programme but did not attend (+32pp). In 2023/24, Pathway received 1541 applications.
846 offers were provided to participate, with 84% (n = 709) enrolled on the intensive programme
(Figure 3). 315 of those who enrolled on Pathway applied to the University of Bath in the 2025
admissions cycle, equating to 44%. In comparison, 12% (n = 17) of those that gained a
programme offer but did not attend applied to the University of Bath in 2025.

Applied to programme 1541

Offered programme

e

Applied to Bath

Figure 3: Pathway programme applicants to University of Bath admissions applicants, based on
programme attendance.

Engagement Analysis

The analysis compares the impact of three levels of engagement (no project completion, project
completion only, and project completion and residential attendance) on Undergraduate
application rates to University of Bath.

Of the 709 enrollers of Pathway 2023/24, 59% (n = 420) submitted a project. Only those who
submitted a final project, at any grade, were eligible to attend the residential. 61% (n = 256) of
those that submitted a project attended the residential.

Figure 4 provides a breakdown of students engaged in key Pathway components with University
of Bath 2025 admission application data. 64% (n = 268) of students who submitted a project



applied to Bath, compared to 16% (n = 47) of those that did not submit a project applying to the
University.

Attend
ﬁ/'j Pathway
[ ]

aas =709
1 1
—=| Project No project
—:] n=420 n=289
I | : N | UoB
. . o} o
ﬁ Residential residential ]‘ application
n=256 _ -
n=164 n=47
I I
UoB UoB
]‘ application ]‘ application
L e
n=180 n=88

Figure 4: Breakdown of participation in two key components of the Pathway programme, with
resulting admission applications to Bath.

Those who achieved a grade C or above in their project and met other criteria (Home fee status,
subject interest, and course entry requirements) were eligible for a guaranteed offer. 92% (n =
386) of submitted projects received a C or above (Table 5).

Table 5: Descriptive statistics for project grades on Pathway.

A* A B C D or below/ungraded
n 149 115 70 52 35
% 35.39% 27.32% 16.63% 12.35% 8.31%

Nevertheless, engagement with both the project and residential components were shown to
increase the applications to the University. For project completers, those attending the
residential were more likely to apply to the University (70%, n = 180) compared to those that did
not attend the residential (53%, n = 88).

This analysis set out to understand the impact of two of Bath’s widening access programmes on
student’s HE knowledge, HE expectations, sense of belonging, academic self-efficacy, and
university application behaviour. The findings offer valuable insights into the comparative
strengths and design implications of short-term versus sustained, multi-intervention initiatives.

Impact of programme attendance on students’ HE knowledge, expectations, sense of
belonging and academic self-efficacy

Survey analysis indicates there is an association between programme attendance and more
positive attitudes towards HE. Both widening access programmes positively influenced
students’ HE knowledge, sense of belonging, and academic self-efficacy. The magnitude of
change differed by programme which aligns with existing literature regarding targeted
interventions and the use of sustained programme engagement (Harding & Bowes, 2022;
Robinson & Salvestrini, 2020).
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However, expectations about attending university remained largely unchanged for both
programmes. This outcome aligned with our expectations, given that many participants were
already predisposed to HE pathways and presumably already highly motivated to attend
university. As Gorard et al. (2012) argue, aspirations are often fixed by post-16 study, particularly
among students with prior exposure to HE guidance.

It is important to note that these findings are based on independent samples, due to unmatched
pre- and post-survey responses. This limits the ability to track individual change over time and
introduced potential variability unrelated to programme effects. Additionally, inconsistencies in
survey implementation across programmes may have affected construct measurement
reliability and comparability.

Impact of programme attendance on University of Bath Undergraduate application rates

Students who participated in either programme were significantly more likely to apply to the
University of Bath than those who applied to the programme but did not participate, indicating a
strong link between programme engagement and application behaviour. This supports the
notion that intermediate outcomes, like increased HE knowledge and academic self-efficacy,
can translate into tangible application outcomes.

Interestingly, Discover participants applied at higher rates overall. Yet, when considering only
Pathway project completers, application rates across programmes were comparable. Both
programmes offered guaranteed offers, subject to admissions criteria, with Pathway using the
project grades as part of the review criteria. The overwhelming majority achieved the necessary
grade to be eligible for a guaranteed offer. This suggests that the depth of engagement,
particularly through completing academic projects, may be a critical factor in influencing
further engagement and application decisions and the use of task-based and credit bearing
activities may want to be considered in programme design. However, the impact of guaranteed
offers for these programmes was not fully considered within this analysis and should be
reviewed in future evaluation work.

Additionally, self-selection bias must be considered. Students who chose to participate were
likely motivated and predisposed to apply to high-tariff institutions. The programmes’ eligibility
criteria may have further concentrated this effect, limiting generalisability. Moreover, the
analysis does not account for other concurrent interventions that may have influenced
outcomes, where students are engaged in further University of Bath programmes and/or
attending other providers’ provision.

Correlation between programme components and University Undergraduate application
rates

Findings suggest that academic content, guidance, and experiential learning are particularly
influential in driving HE applicant progression. Discover, while shorter in duration, incorporated
many of the structural elements of Pathway, including academic-led streams and peer support.
Pathway, however, offered more sustained and tailored engagement, allowing for deeper
experiential learning opportunities. The use of task-led initiatives provided students with
learning akin to university-like study and provided opportunities for increased academic self-
efficacy scores, when compared to Discover.

Students who complete all academic work within Pathway are more likely to sustain their
programme interest, gain an invitation to a residential and continue to explore the opportunity to
attend the University. Those students who decide early within the Pathway programme that Bath
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or the subject area is not suitable will not complete the project and will not be invited to the
residential.

The comparable application rates among Discover attendees and Pathway project completers
highlights the importance of component quality over programme length. This supports Burgess
et al’s (2021) paper, who argue that intervention combining academic alignment with
experiential learning are most effective.

Without qualitative data and further disaggregated engagement data, it remains unclear which
specific elements were most impactful. The absence of student voice limits our understanding
of how and why these components influenced behaviour. Future evaluations should incorporate
mixed methods to capture these nuances, and review how engagement data collection can be
strengthened.

Conclusion

This evaluation indicates both Discover and Pathway positively influence students' readiness
and confidence for HE, resulting in high levels of applications to Bath. The stronger indications
of impact were associated with structured academic components, task-oriented learning, and
sustained engagement. Nevertheless, care must be provided based on the evaluation design
when interpreting these results. Without identifying individual survey responses, collecting and
analysing demographic data and reviewing the use of comparator groups we cannot be certain
that the correlations made are because of the intervention or natural changes.

As access and participation work evolves, this analysis offers practical, evidence-informed
insights to guide programme delivery, institutional planning, and sector-wide policy. By building
on these findings and continuing to evaluate with rigour and intention, the University can further
strengthen its role in widening access, improving outcomes for under-represented students.
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Appendices

Appendix A: Access and Participation Plan and Risks to Equality of Opportunity

The University of Bath’s Access and Participation Plan’ identifies nine risks to equality of
opportunity (Figure 1). Equality of opportunity means “individuals are not hampered in
accessing and succeeding in higher education as a result of their background or circumstances
they cannot fairly influence” (The Office for Students, 2025).

Inequality,
Sense of Financial Gaps in prior Home discrimination
belonging challenges knowledge circumstances & unconscious
bias
Lack of
appropriate Lack of role Mental health

support models and wellbeing
mechanisms

Accessibility

Figure 1: University of Bath’s nine key risks to equality of opportunity across the student
lifecycle.

The associated risks that the Widening Access programmes are designed to address are:

sense of belonging

gaps in prior knowledge

home circumstances

lack of appropriate support mechanisms
lack of role models

Appendix B: TASO ASQ Implementation for Discover Bath and Pathway to Bath

Item Construct Statement Factor
loading
HE expectations I am thinking about going to university in the future 1.00
HE knowledge I know what studying at university would be like. 0.72
HE knowledge | understand how studying at university is different 0.63
from studying in school or at college.

HE knowledge | believe that if | apply to university, | will get a place. 0.89

1 Academic self- | am confident that | can get the grades required to 0.73
efficacy progress to university.

2 Academic self- | have the academic ability to do well at university. 0.61
efficacy

" University of Bath Access and Participation Plan available from
https://www.bath.ac.uk/publications/access-and-participation-plan-2024-to-2028-and-fee-information/
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3 Academic self-
efficacy

| could manage with the level of study required at 0.71

university.

1 Sense of belonging  University is for people like me. 0.64
2 Sense of belonging | would fit in well academically with others at 0.79
university.
3 Sense of belonging | would fit in well socially with others at university 0.56
Appendix C: TASO ASQ analysis summary
Table 1: Higher Education Expectations
Programme Pre M (SD) Post M (SD) Change Statistical sig. Effect size
Discover 4.71 (0.59) 4.69 (0.61) -0.02 p=.876 r=0.006
Pathway 4.73 (0.60) 4.77 (0.65) +0.04 p =.060 r=0.07
Table 2: Higher Education Knowledge
Programme Pre M (SD) Post M (SD) Change Statistical sig. Effect size
Discover 2.31(0.37) 2.60 (0.30) +0.29 p <.001 r=0.42
Pathway 3.59(0.63) 4.08 (0.51) +0.49 p <.001 r=0.39
Table 3: Sense of Belonging
Programme Pre M (SD) Post M (SD) Change Statistical sig. Effect size
Discover 3.98 (0.68) 4.16 (0.74) +0.18 p <.001 r=0.15
Pathway 3.99 (0.63) 4.19(0.59) +0.20 p <.001 r=0.16
Table 4: Academic self-efficacy
Programme Pre M (SD) Post M (SD) Change Statistical sig. Effect size
Discover 2.63(0.42) 2.72(0.44) +0.09 p <.05 r=0.12
Pathway 4.01 (0.58) 4.16 (0.52) +0.15 p <.001 r=0.13
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